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ABSTRACT 
DIFFERENTIATED READING IN PRIMARY GRADES 
By 
Cara Cathleen Axe 
March 2010 
Studies have shown that one curriculum or instructional form does not work for 
all students. Students come to the classroom with different backgrounds, interests, and 
learning styles. It is important to differentiate reading in the classroom since early 
reading skills can affect students' self-esteem, their ability to independently acquire 
knowledge, and potentially their success in future education and careers. 
Differentiation in reading education should involve taking students in a class and 
incorporating their differences into instruction. Differentiation means that teachers must 
effectively "take into account who they are teaching as well as what they are teaching. 
The goal of a differentiated classroom is to plan actively and consistently to help each 
learner move as far and fast as possible along the learning continuum" (Tomlinson, 
2003). 
The pamphlets I created are primarily intended to help parents identify specific 
reading abilities in their child. The pamphlets describe the range in skills students can 
have as developing readers and provide some simple assessments and tools parents can 
use to support their student's reading. Parent awareness and support can help teachers in 
their efforts to differentiate in the classroom and assist with reading growth. 
This project also includes a power point developed to educate new teachers. It 
has information to help both teachers and parents understand reading development, what 
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differentiation looks and sounds like, and hopefully will aid in getting staited with 
differentiation in the classroom and at home. 
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CHAPTER I 
BACKGROUND OF THE PROJECT 
Reading education has mirrored the beliefs and development of America as a 
whole. Education in America has been influenced in many ways. It is a diverse 
nation full of individuals. Some of the major motivating factors in developing school 
systems were religious groups who felt that it was necessary to be able to read the 
Bible. Other factors included a need for people to understand government, to 
promote opportunity for employment, freedoms and potentially improved lives, and 
for the benefit of the economy. It is evident in history that differentiation in the 
education of individuals has not always been given the highest priority, yet it is a 
constant issue to be contended with in any classroom. Almost every class is faced 
with meeting the needs of wide ranges of capabilities and needs of students. 
Differentiation is a way of effectively accommodating students who are at different 
places on the learning continuum. 
The first schools in America began in colonial times. In the early stages of 
America, most education was done by the parents at home (Tyack, 2001 ). However, 
some groups took a different approach. The Puritans used religious motivation for 
creating organized learning for all (Woolf, 2004). They thought education was 
essential in order to purify the church and lives of the next generations. Puritans were 
one of the first groups in America to structure education in the shape of formal 
schools. They started doing so in about 1635 before it was mandated by law. Free 
schooling was offered for all children (Kizer, n.d.). Many other sectors of religion 
valued being able to read the Bible and write Bible verses. 
The goverrunent felt it was important that the citizens of America should be 
able to read and understand the laws and principles of the nation. In John Dewey's 
Pedagogic Creed, he stated "I  believe that education is  the fundamental method of 
social progress and refonn. All reforms which rest simply upon the law, or the 
threatening of certain penalties, or upon changes in mechanical or outward 
arrangements, are transitory and futile . . .  But through education society can formulate 
its own purposes, can organize its own means and resources, and thus shape itself 
with definiteness and economy in the direction in which it wishes to move" 
(Dewey, 1897). One of the first steps toward compulsory education was the 
Massachusetts Act of 1642. Similar acts were adopted by other colonies in the 
l 640's and l 650's. The act was passed specifically to support religious freedom and 
to promote an understanding of the governing laws. All children and servants were to 
be able to show competencies in reading and writing. In 1647, the law was further 
refined. It required towns of fifty or more families to hire a schoolmaster. Towns of 
a hundred families or more must pay to have a grammar schoolmaster that would 
prepare students for college. This led to an increase in one room schoolhouses in the 
country towns. Eventually this led to the development of schools divided by grade 
and ability levels in the cities. Reading skills began to be addressed at each level 
(Matzat, n.d.). 
After the American Revolution, the national government passed the Land 
Ordinance of 1785, which stated that a portion of land in every township be set aside 
for the use as an education facility or building. In the early 1800's, there was an 
increase in the number of children being educated. Also, more students were being 
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educated in schools rather than at home. The results were that America began 
producing a larger number of literate and educated citizens than Britain, France, and 
Gennany (Tyack, 2001). By 1890 public schools emolled nine out of ten pupils 
(Tyack, 2001 ). In Aristotle's words, "all who have meditated on the art of governing 
mankind have been convinced that the fate of empires depends on the education of 
youth" (Lewis, 1995). Now the laws and acts that were created might have called for 
all citizens to be educated, but as America developed, it was evident that all citizens 
were not given the same opportunities to learn (Tyack, 2001 ). 
Despite the fact that the first mandates for education called for all citizens to 
be educated in reading, much of education was still segregated. This meant that some 
Americans children were denied the chance to learn to read, which limited their 
freedoms, liberties, and growth. In 183 7, Horace Mann turned his attention to public 
schools. Mann argued for public education that could be accessed by all because it 
made economic sense. During the late eighteenth century and early nineteenth 
century, public schools were poorly equipped and teachers had little educational 
training. Mann established states boards of education and fought for more training 
for teachers, increased student time in school, and greater funding for teacher salaries, 
school supplies, and construction of new schools. He argued for public education that 
could be accessed by all because it made economic sense. He said that the wealth of 
literate individuals benefited communities, and community wealth benefited the state 
and country as a whole (Tyack, 2001). 
In the l 870's, Jim Crow laws imposed legal segregation in public facilities. 
In 1896, the segregation of races in schools was legalized with the principle that they 
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would be separate, but equal. Not until the 1950's and 1960's would real equal 
education be offered to all citizens as the first Acts of America requested. In the 
Supreme Court case Brown vs. Board of Education, it was declared that segregation 
was inherently not equal and unconstitutional (Tyack, 2001). 
In the early twentieth century, there was a movement of traditional agrarian 
families to the cities. Farmers were now working in urban factories and not in rural 
farms. Immigration from other countries was also increasing. This created a large 
population of urban poor. As a result, early public education excluded certain 
ethnicities and classes. For the most part, African Americans received very little to 
no formal education before the end of the Civil War in 1865. Poor white children 
also typically did not attend school (Tyack, 2001). Charlotte Bronte stated that 
"prejudices, it is well known, are most difficult to eradicate from the heart whose soil 
has never been loosened or fertilized by education; they grow there, firm as weeds 
among rocks" (Lewis, 1995). Many Americans traveled to the United States to 
escape persecution. They came for greater opportunities and freedom and still our 
nation cultivated inequality in education. 
In 1917, Congress created a federal program to provide for vocational 
education. A large growth in enrollments in school followed. This included 
immigrant students who did not speak English and therefore had some difficulty 
learning to read. Because it was thought not all students were suited for traditional 
academics, differentiation was necessary. Many school districts offered specialized 
occupational programs for students who they expected would become industrial 
workers and housewives. Intelligence tests which demonstrated different results 
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among various nationalities were used for determining students' different academic 
tracks. By the l 930's, two thirds of Mexican Americans students in Los Angeles 
were classified as slow learners and mentally retarded. Educators assumed they knew 
what was best for the students based on family heritage (Tyack, 2001). 
Education helped fuel the growing economy in America. Theodore Search, 
President of the National Association of Manufacturers in 1891 stated, "There is 
hardly any work we can do or any expenditures we can make that will yield so large a 
return to our industries as would come from the establishment of educational 
institutions which would give us skilled hands and trained minds for the conduct of 
our industries and our commerce" (Tyack, 2001 ). Education was deemed to promote 
civic, academic, and moral goals. However, the primary focus shifted to preparing 
students for the work force. Business involvement and principles became integrated 
into public schools in the time of the Industrial Revolution. This influenced school 
goals, management, organization and curriculum. Reading education, as well as 
school in general, was taught in a lock-step fashion like the factories (Lillard, 2005). 
Efficiency in standardized education and reading instruction began to be 
implemented. Leonard Ayers, a school superintendent, ranked schools by their level 
of efficiency. Ayer's was "one of the first educators to picture the school as a factory 
and to apply the business and industrial values and practices in a systematic way" 
(Callahan, 1962). The idea that schools should be run and held accountable as 
factories meant that individual students were no longer a focus. Administrators told 
teachers how and what to teach. Responsibility for the academic format was changed 
from the teacher in the one-room schoolhouses to the administrators. Efficiency was 
5 
valued over the individual needs of the students. Students were all taught the same 
materials in a lock-step fashion based on Industrial Revolution principles (Lillard, 
2005). 
After schools were so heavily impacted by the industrial world, individuals 
such as Maria Montessori sought to reform the educational format from this lock-step 
fashion to one that valued the individual student. Many educational theorists such as 
Dewey, Piaget, Bruner, and Montessori made a case for the constructivism theory. 
They believed children construct knowledge and understanding rather than absorbing 
it like an empty vessel. This theory aligns with current research on students' and 
childrens' learning so it is still taught today (Lillard, 2005). Dr. Montessori 
developed a student driven model of education that spread through the U.S. Her work 
impacted the school structure for teaching reading and academics in general. 
Montessori' s strategies were effective in increasing student learning because 
students were motivated, differentiation occurred, and positive social skills were 
reinforced. Dr. Montessori encouraged experiences by which the child acted on his 
or her environment and constructed knowledge. She said that this facilitated 
"normalization", a term that means that children became absorbed in their work 
(Hanes, n.d. ). Students used concrete representations to learn at their own pace. 
Students were not free to disrupt others or misuse materials, but they were free to 
choose what focus their day was going to take. Montessori felt that education was not 
something that was acquired by words, but by experiences. Materials were available 
for students that reinforced practical life skills, sensorial, language, math and culture. 
The teachers took the role of a facilitator and helped guide the children (Bunnag, 
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2000). Materials were physically placed at the level of the children so they were 
easily accessible and all materials had a spot. Students were taught how to use all the 
materials and how to put them away. They were responsible for taking care of the 
school environment and leaving the classroom as they found it. The students were 
motivated to work in the Montessori model because students were presented with 
hands-on activities. They were mostly left alone to discover and understand the 
materials independently (Lillard, 2005). Montessori said that when students were 
motivated, they took ownership for their learning. She thought that it was more likely 
that their stamina and determination to complete a task would increase because they 
wanted to be working on that particular learning task (Haines, n.d.). 
In Montessori classrooms, the learning was student led. Students could visit 
one task many times until a skill was mastered. Letting a student's pace be 
determined by his/her own individual needs provided differentiation. One student 
might be ready to move to more difficult and challenging task. In the Montessori 
program, they were free to do so because the system was not set up with whole group 
instruction in mind (Gutek, 2004). Interventions and personalized instruction was 
easier because the teacher had time to facilitate learning while the rest of the class 
was quietly working on what interested them. 
Maria Montessori was so impactful because she gave clear models for 
resources, environment, and described how curriculum should be delivered. The 
education was student centered not administration centered. The Montessori theory 
encouraged multiple grade levels working in the same classroom, similar to the 
methods used in the one-room schoolhouses (Lillard, 2005). Older students helped 
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teach and reinforce ways with younger students. This built both understanding and 
confidence. Collaboration among students was inherent because several students 
would be interested in one activity. Students learned positive social skills in 
Montessori classrooms because they learned to take turns, come up with compromises 
and share materials. They collaborated on constructing and finishing activities 
available in the classroom (Bunnag, 2000). 
Maria Montessori's work did impact mainstream public education. However, 
many schools still are primarily influenced by the Industrial Revolution. Many 
teachers teach a subject for a certain amount of time, have the students work as a 
whole group and then move on to another subject. The instructional time is 
determined by the constraints of the day. Student choice is not always integrated into 
the curriculum (Lillard, 2005). Montessori's philosophy of child centered education 
where the teacher is a facilitator has been integrated into many schools today (Zierdt, 
2007). For instance, when teaching reading, it is important to look at the individual 
students in the classroom. As teachers, we are to ensure student growth and learning, 
not just present the curriculum. Awareness of individual students is essential in 
properly meeting the learning needs of all students (Bunnag, 2000). 
Classrooms have always been filled with unique individuals with a variety of 
learning styles and abilities. There has been conflict as to what types of instruction is 
most beneficial for these individual students. In the 1900's, theorists and teachers 
were pondering how to best meet the needs of all students. Charles W. Eliot, 
president of Harvard University in 1900, argued for the need to adjust both 
curriculum and curriculum rate to best meet the needs of the students. Others had 
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similar beliefs. Charles W. Eliot, an American academic as well as Harvard's 
President in 1869 wrote "the right aim is to recognize at the beginning of the year, as 
promptly as possible, the different capacities and powers of the children, to carry 
them forward, throughout the year each at his own speed, and to tum them out at the 
end very much more different in capacity and attainments than they were at the 
beginning" (Knights, n.d.). Students are unique and come to the classroom with 
widely ranging skills and backgrounds. Although this problem has been 
acknowledged as an inherent part of the classrooms, how teachers were encouraged to 
address or ignore this circumstance varied greatly throughout the history of American 
education. 
Purpose 
The purpose of this project is to help teachers integrate reading differentiation 
into the classroom and thus help students with their varied needs in learning to read. 
Differentiation of instruction is valuable in all areas, particularly in teaching reading. 
This project emphasizes that it is essential that teachers make reading skills and 
content accessible to all students. My purpose is to show the importance of 
differentiated reading instruction and to provide information and resources for 
teachers and parents. 
Limitations 
This research paper is primarily focused on the primary grade levels, 
kindergarten through second grade. It may not be generalized or applicable for older 
students who have already developed their reading skills. Another limitation may be 
that districts that are required to use more scripted or mandated curriculum might not 
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be able to fully apply the concepts of reading differentiation in their classrooms. 
This project specifically applies to reading differentiation; teachers would have to 
adapt the materials for other subjects. 
Definition of Terms 
• Differentiation instruction- "stems from beliefs about differences among 
learners, how students learn, differences in learning preferences, and 
individual interests. By its nature, differentiation implies that the purpose of 
schools should be to maximize the capabilities of all students" (Anderson, 
2007). 
• Flexible grouping- "Acknowledges that all groupings patterns-large groups, 
small groups, teams, partners, and individuals-have value because they all 
offer the reader slightly different experiences with different outcomes" (Ford, 
2005). It is "grouping that is not static, where members of the reading group 
change frequently. Radencich and McKay remind us that when teachers plan 
for flexible grouping, they consider the strengths and weaknesses of each 
grouping approach and then put them together to allow the teacher to best 
meet the needs of the classroom. The groups are formed and dissolved as 
needs change to allow for maximum flexibility, avoiding the static nature of 
the grouping patterns of the past" (Radencich & McK.ay,1995). 
• Phonemic awareness- The National Reading Panel defined it as "the ability to 
notice, think about, and work with the individual sounds in spoken words. 
Before children learn to read print, they need to become aware of how the 
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sounds in words work. They must understand that words are made up of 
speech sounds, or phonemes" (Armbruster, Lehr, & Osborn, 2000). 
• Phonics- It "is the understanding that there is a predictable relationship 
between phonemes (the sounds of spoken language) and graphemes (the 
letters and spellings that represent those sounds in written language)" 
(Armbruster, Lehr, & Osborn, 2000). 
• Phonological awareness- Phonemic awareness is one category of phonological 
awareness. "It includes identifying and manipulating larger parts of spoken 
language, such as words, syllables, and onset and rimes-as well as 
phonemes. It also encompasses awareness of other aspects of sound, such as 
rhyming, alliteration, and intonation" (Armbruster, Lehr, & Osborn, 2000). 
• Onset and Rime- Are part of the spoken language. "An onset is the initial 
consonant(s) sound of a syllable (the onset of bag is b-; of swim, sw-). A rime 
is the part of the syllable that contains the vowel and all that follows it (the 
rime of bag is -ag; of swim is im)" (Anderson, 2007). 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
This paper will explain why differentiation is essential in teaching reading. 
The first section will show how differentiation in reading benefits all students. In the 
following sections, it will be explained why reading differentiation is critical for 
students who are deemed at risk, as well as students who are English Language 
Learners (ELL). Generally, whole group instruction meets the needs of students who 
are considered standard or average, although it might not ensure that they learn to 
their potential. When classrooms are devoid of differentiation, those struggling 
students who require support to succeed are impacted adversely in an even greater 
manner then the rest of the student population. Charles W. Eliot stated that classes 
"are kept together day by day, so far as is possible. The bright ones never work to 
their utmost and are frequently marking time; the slow ones are urged forward at a 
rate which drives some of them to despair; and the ideal of the class is that of equal 
preparation, equal year, the children are obtrusively unequal in capacity or 
attainments; it is an incontinence to be regretted" (Knight, n.d.). Differentiation is a 
system of honoring all and their learning. "The idea of differentiating instruction to 
accommodate the different ways that students learn involves a hefty dose of common 
sense, as well as study support in the theory and research of education" (Tomlinson & 
Allen, 2000). This paper will glean information from research-based evidence to help 
further determine why reading differentiation practices are beneficial in primary 
reading instruction. 
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No two children are exactly alike. "A Texas research study documented in the 
Texas Reading Initiative revealed that there was typically a four year span between 
the lowest and highest readers in the first grade classrooms. Differentiated reading 
instruction enables teachers to plan strategically so that they can meet the needs o f  
both weaker and stronger students" (Tyner, 2009). Students in the classroom come in 
with varied strengths and weaknesses. Students abilities, schema, and learning styles 
are all unique. One method of instruction is not adequate for all. This is why 
differentiation of instruction is so valuable. In addition, primary reading difficulties 
can sometimes have lasting detrimental effects on learning. It is clear in the research 
that there is a need for early, effective reading instruction. "Clay found that low­
performing first grade readers will likely be the lowest performing in the fourth grade. 
If teachers are to make high literacy levels a reality for all children, the instruction 
must begin when students enter the schoolhouse door" (Clay, 1985). Early reading 
skills affect students' academically. Once student skills lag behind others in their 
class, even if they learn at a similar pace as their fellow students, they will not catch 
up with their peers. This is why differentiation is so important. Addressing those 
students' needs in primary grades and potentially providing increased amounts of 
support and time with the teacher can help students close the educational gap. In a 
study of the effectiveness of reading interventions for at-risk children, the Committee 
on the Prevention of Reading Dif ficulties in Young Children, National Research 
Council, found that "effective teachers are able to craft a special mix of instructional 
ingredients for every child they work with" (Snow, 1998). Differentiation is about 
honoring students' learning needs. 
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( All students go through a progression of skills in becoming a reader. It is 
beneficial for teachers, parents, and students to understand the typical progression of 
reading skills. When teachers are informed about reading skills, they are more 
capable in determining students' instructional levels and creating activities that 
support them to become a more sophisticated reader. Before students can be 
independent, they need a foundational understanding of phonemic awareness, the 
alphabetic sounds, and tracking print. "Marilyn Adams did a comprehensive review 
of decades of reading research and concluded that directly teaching the letter-sound 
system can speed up learning how to read. Struggling students need explicit phonics 
instruction, since many of them lack much exposure to reading and writing and have 
had fewer opportunities to figure out how our alphabetic language works" (Adams, 
1990). In addition, the National Institute of Child Health and Human Development 
(NRP 2000) presented findings on phonics. They concluded "that no single approach 
to teaching phonics could be used for all children" (Diller, 2007). This indicates 
again that different methods of teaching that respected a variety of learning styles are 
required for students. Differentiation of phonics instruction is key in helping all 
students grow in their reading abilities. Beverly Tyner breaks reading down into 
stages. In stage one, the student uses picture cues and tracking print, increasing sight­
word recognition, alphabet recognition and production, awareness of conventions, 
and echo reading. Stage two is centered on being able to identify, read, and write 
beginning and ending sounds. In the third stage, there is a focus on comprehension 
and fluency, sight word recognition growth, and short vowel families word study. In 
their reading, they are using decoding and comprehension strategies to help them 
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progress toward becoming an independent reader (Tyner, 2009). In differentiation, 
the teacher is helping students move through this reading progression. By addressing 
the individual needs of students, the teacher is assisting with superior reading growth. 
Reading instruction matches students' instructional level and ongoing assessment is 
used as a tool to help students progress. When teaching new reading concepts, 
teachers typically provide a slow transfer from teacher to student. This could be 
described as teach, practice, apply; I do, we do, you do; or foundation, 
implementation, and the application; or direct instruction, guided instruction, and 
independent self directed learning. Students' needs for time spent in each of these 
areas vary (Campbell, 2009). Typically, differentiation occurs after a whole group 
introduction where the teacher shares the knowledge or skill with the student (Opitz, 
1999). "Roehler and Duffy (1984) focused on the cognitive processes used by 
excellent teachers. More effective teachers use modeling and explanation to teach 
students strategies for decoding words and understanding texts" (Taylor, 2002). All 
students benefit from clear teaching instruction. Differentiation typically occurs in 
the second stage and beyond (Tyner, 2009). 
Differentiation can take many forms in the classroom. Small group and 
individual work is one way of integrating differentiation into the classroom. 
"According to grouping research, increasing small-group differentiated instruction 
leads to an increase in reading achievement" (Gibson & Hasbrouck, 2007). Multiple 
researchers have found benefits to teaching small groups of children. "It was found 
that, compared with their less accomplished peers, more accomplished primary grade 
teachers provided more small-group instruction than whole-group instruction, elicited 
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high levels of pupil engagement, preferred coaching over telling in interacting with 
students and engaged students in higher level thinking related to reading" (Taylor, 
Pearson, Clark & Walpole, 2000). There has been a debate on what form of grouping 
is most effective. The options include: ability grouping, mixed ability, and flexible 
grouping. As in life, there are advantages and disadvantages to all small group 
choices. However, it is important to understand what forms research have deemed 
effective. 
In order to take a closer look at the connection between teacher instruction 
and reading growth Heirarchical Linear Modeling (HML) analyses was conducted 
(Bryk & Raudenbush, 1992). The outcomes measured in this study were fluency and 
comprehension. For kindergarten, "the HLM analyses revealed that small-group 
instruction had a significant positive relationship" (Taylor, 2002). Small groups, 
depending on their structure, are advantageous because they put students together that 
have a similar pace, ability in reading level, or have a need to learn certain skills sets. 
Small group settings allow students to review and extend their learning and strategies. 
It allows teachers to more closely tailor instruction to meet the needs of the child 
(Drapeau, 2004). 
Ability grouping may enable students to work with others who complete work 
at a similar pace. Students receive support at their instructional level and guidance 
can be specific to the groups' needs. Good and Beckerman (1978) present data 
indicating that high success rates are necessary for consistent on-task behavior, and 
Bloom (1976) presents a comparable argument. Ability grouping allows for students 
to work with book sets that are at their independent or instructional level. The time 
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spent with books appropriate for them might increase their motivation to read because 
they can be successful readers. Impending outcomes may include loss of self-esteem 
in low ability members (Poole, 2008). Sometimes movement to higher levels can be 
inconsistent and therefore lower students might miss out on experiences and exposure 
that other students receive. Research shows that grouping individuals by ability can 
sometimes have negative outcomes (Allington, 1983). Some argue that the unequal 
access to higher level instruction is a missed opportunity that would benefit all. 
"Alpert (1975) provides soine evidence from 15 second-grade classrooms. Her report 
indicates that significantly more of the lessons presented to good-reader groups had a 
meaning emphasis than the poor-reader sessions. In fact, only three of 45 poor-reader 
group sessions were coded as reflecting a meaning emphasis" (Allington, 1983). 
Other research studies found that the different groups instruction varied not only at 
the level in reading material difficulty, but in topic and sophistication as well. 
"Gambrell showed that contextual reading accounted for fifty-seven percent of the 
instructional time allocated to good readers, but only twenty-two percent of the time 
allocated for the poorest readers" (Gambrell, 1981 ). When students are grouped by 
ability, many times the at-risk or struggling readers will spend more time on skills 
such as decoding, fluency, and accuracy. Typically, low achieving reading students 
have a deficit in one of these areas. Many teachers spend time trying to provide 
strategies and practice to improve these areas of reading. In attempting to aid the 
reader, researchers have found inferior outcomes when compared to their higher 
achieving peers. "In a study of fifteen first-grade classes, Martin, Veldman, and 
Andreson found that students who are asked more comprehension questions have 
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higher achievement than those asked more often about words (Martin, Veldman, & 
Anderson, 1980). Similarly, Collins and Haviland (1979) argue that poor readers' 
problems 'arise from too much stress on the decoding of words . . .  For the most part 
these activities are tedious, and they are such fractionated language experiences that 
they seem pointless to the children engaged in them. Thus they relate differences in 
instructional emphasis to learner engagement rates" (Allington, 1983). Many 
teachers want to help all students in their class. They feel it is necessary to offer 
equal time with all their students whether they are on or above grade level 
expectations. Studies have found that equal allocation of time with students is not 
always fair. Some researchers have reported finding that there are differences in the 
reading instruction offered to good and poor readers. While generally equivalent 
amounts of time are allocated to both groups, the slower learning rate of poor readers' 
results in ever-increasing deficits, even with equal instructional time. If teachers' 
intentions are to ensure that no child is left behind, intervention and small group 
instruction is imperative for these students. 
When placing students in mixed-ability groups some of the potential positive 
outcomes include struggling readers learning from their peers, and higher readers 
becoming more aware of their thinking process. Possible drawbacks might be higher 
students not being able to progress to their potential. In addition, students may not 
know how to guide peers appropriately. Providing answers may be a substitution for 
providing support and strategies. Deborah Poole wrote International Differentiation 
in the Mixed-Ability Group: A Situated View of Two Struggling Readers. The article 
compared mixed ability grouping to ability grouping. It stated that one of the major 
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rationales for mixed-ability grouping is the notion that less proficient readers have the 
opportunity to learn from students who are more proficient. "Moreover some 
researchers have claimed that the heterogeneous group benefits stronger students, 
who 'become more cognizant of his or her thinking processes" (Kegan & Shrake, 
1991 ). Other research found that mixed-ability grouping had similar outcomes to 
ability grouping. "One study that followed the detailed interactional approach to the 
analysis of two mixed ability reading groups found that. . .  mixed-ability reading 
groups do not always avoid the problems associated with their homogeneous 
counterparts. The analysis indicates, for example, that like traditional low-ability 
groups, mixed-ability groups potentially provide the conditions for interactional 
differentiation that could result in the stigmatization of struggling readers. In 
addition, the struggling readers in the mixed ability context investigated here read less 
and were interrupted more often than their peers, reflecting previous findings on the 
differences in treatment of students in homogeneous low-and-high ability groups" 
(Poole, 2008) . 
Implementing flexible small groups is beneficial because it allows teachers to 
purposely group and create activities that support them in becoming a more 
sophisticated reader. Students might be reading books of different levels, but all are 
working on attaining a specific shared skill. The teacher would provide a mini-lesson 
and modeling that specifically addresses the needs of the students. These flexible 
groups can sometimes be partners, individuals, or small groups. Sometimes the 
groupings might be homogeneous and ability based and other times the grouping may 
be skill based. Using flexible reading groups ensures that the needs of all \earners 
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are being met. In the past, reading groups were typically homogeneous and ability 
based. Many times this led to negative social stigmas and students did not have equal 
access to reading instruction. With flexible reading instruction, students grouping 
changes continuously based on the students needs for support. Flexible groups 
"entails grouping students for different purposes with frequent changes in group 
membership. For example, Caste in their study, noted that the purpose of flexible 
grouping is to group and regroup student based on particular student learning needs as 
determined through continuous assessment" (Caste, Deniz, & Tortora 2005). 
Teachers are sometimes required to teach a curriculum to all students. 
Differentiation can still occur. Accommodating the lesson to fit the various needs of 
students is essential in amplifying learning for all. In this case, the structure of the 
reading lesson begins with a whole group portion where all students are introduced to 
new vocabulary, schema around the shared story, and reading strategies are 
addressed. This intense rereading experience assists in leveling the playing field so 
that more of the class will be successful. It also builds classroom community. Then 
differentiation occurs. Those students who can read the text independently work at 
their own rate to complete the reading task and complete reading extensions as well. 
Then, the other students are given the support and the scaffolding they need to be 
successful by working in a small group with the teacher. Finally, the groups come 
back together briefly reflecting on the lesson and their learning. This is just one 
approach at differentiating an activity that needs to be completed by all students. The 
variances included the pace, the level of support, and the students who were able to 
complete their work extended their learning of the shared task. 
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Research indicates that practice makes perfect. The more a student is 
involved in reading, the more likely growth is going to occur. Partner work means 
that there is potentially even less wait time and time spent in transitions than in small 
groups. Students learn what being a reading partner looks and sounds like. Students 
learn to support others reading accuracy without correcting the miscue. One example 
of this is having students give the prompt "stop re-read" after a student has finished a 
sentence. This procedure allows the student to practice self-correcting their error and 
apply learning strategies to figure out the difficult or unknown word. Encouraging 
students to give the prompt is also helpful because many students will identify their 
error after they hear that the word they read doesn't make sense in the context of the 
sentence or story at large. It was observed that during exemplary teacher 
differentiation the "teacher interaction style in these classrooms was scaffolding/ 
coaching, which involved prompting children to use a variety of strategies as they 
were engaged in reading during small group instruction and one-on-one reading time 
(Taylor, Pearson, Clark & Walpole, 2000). Simply providing an answer to a student 
is a missed opportunity for learning how to find the answer independently. 
Participating in individual work that is appropriate for the students specific 
learning needs is another form of differentiation. In a study conducted by Stallings in 
1980, there was evidence that reading achievement gains were correlated positively 
with time spent in reading (Wilkinson, 1998). This is an argument to support both 
independent reading as well as partner work because students are spending more time 
reading in these activities than in whole group instruction or potentially small groups. 
Teaching students to be aware of their learning, learning goals, and teaching and 
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modeling the appropriate behaviors during independent work allows for teachers to 
work and conference with couples and individuals. In the book Daily Five, the 
authors, Gail Boushey & Joan Moser, recall their first exposure to the Daily Five. 
Margaret Mooney, a literacy instructional expert from New Zealand, was explaining 
how guided reading lessons were so powerful and impactful on students learning. In 
order to teach a small group of students, one must facilitate a classroom of learners 
that learn when not directly monitored and prompted by the teacher. Mooney said 
that the rest of the class was "reading, reading to each other, revisiting books, writing, 
and trying something new" (Boushey & Moser, 2006). The Daily Five sought the 
advice of colleagues as well as research. They found what "many researchers already 
knew and had been saying for years. These were the tasks that made a difference in 
classrooms where students were achieving" (Boushey, Moser 2006). The list they 
initially heard from Mooney became five tasks that students could work on as 
individuals. They included read to your self, read to someone, work on writing, 
listening to writing, listen to reading, and spelling/ word study. Pressley (200 I) 
conducted a study of exemplary first grade teachers. The intent of the study was to 
find evidence for the differential impact of curricular activities. In their study, it was 
determined that in kindergarten word work activities emerged as a significant 
predictor of reading growth. After the study it was concluded that "how teachers 
teach is also as important to consider when seeking to make changes in reading 
instruction to improve students reading instruction" (Taylor, 2002). 
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Differentiating Reading Instruction for English Language Learners 
There are some essential elements in the acquisition of reading skills for both 
native English speakers as well as those just learning the language. Emerging skilled 
readers initiate the use of letter-sound relationships to help decode print. 
Concurrently, students begin building a sight word vocabulary of words encountered 
frequently when reading (August, 2006). Some words cannot be sounded out; other 
words are seen frequently throughout texts and so it is beneficial when students 
automatically recall them, thus increasing their fluency or speed of reading. These 
words are typically labeled sight words. Fluent readers have a stored bank of sight 
word vocabulary in their long-term memory (L TM). This building of sight words 
also contributes to students' atomicity in word reading and comprehension (August, 
2006). After students have learned letter sounds and a few basic sight words, they 
can begin reading books at their just right level. This exposure to reading and 
increased practice results in increased fluency and vocabulary. "Guthrie's (2004) 
classroom-based research has shown a direct relationship between increasing literacy 
engagement and higher achievement . . .  He notes students on the upward spiral see 
themselves as readers who are learners and thinkers; these students internalize 
literacy as a part of who they are" (Guthrie, 2004). This is true in the opposite 
fashion, that is, students who view themselves as not doing well distance themselves 
from literacy and don't relate to it and its value. Bransford, Brown, and Cocking 
(2000) wrote How People Learn. In their research they found "evidence about how 
learning happens and the most advantageous conditions to foster learning. Bransford 
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and colleagues emphasize three conditions for effective learning: engaging prior 
understandings, integrating factual knowledge with conceptual frameworks, and 
taking active control over the learning process" (Cummings, 2007). This is why i t  is 
important to differentiate instruction and provide supp01t or intervention and 
enrichment for students. This format of instruction is more advantageous for ELL 
students and the general population at large. 
Because prior knowledge has such an impact on student learning, it is 
inevitable that students learn and acquire skills at vastly different rates. Some 
students will need extra support in order to successfully learn material. "Research in 
reading difficulties has clearly demonstrated the cumulative nature of reading skills. 
That is, without mastery or decoding, fluency is compromised; if decoding and 
fluency are not automatic, the reader's ability to extract and construct meaning from 
text effectively and efficiently is compromised" (August, 2006). Many students who 
are learning English as a second language are lacking in one or more components of 
literacy skills and this affects their overall reading abilities and understanding. 
Therefore, instruction ideally should focus on developing the skill sets that could 
compromise students reading ability if not properly addressed. The amounts of skills 
with which they enter the classroom are dramatically dissimilar as well. Ken Pransky 
wrote "To Meet Your Students Where They are, First You Have to Find Them: 
Working with Culturally and Linguistically Diverse At-Risk Students" in the Reading 
Teacher Journal. In his meta-inquiry illustrated in case studies he found "the cultural 
background of many at-risk children may limit their ability to fully participate in 
classroom activities. It is not that they come to school ill-prepared or culturally 
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deprived but rather they simply have not had some or even many of the same 
experiences as their mainstream classmates" (Pransky, 2002). Students have different 
levels of life experiences and exposure to literacy. Factors that have related to 
success in literacy development include reading related skills at school entry such as: 
oral language skills, including vocabulary, background knowledge, demographic 
factors, motivation, learning disabilities, or language impairment and dyslexia 
(August, 2006). Keeping this in mind, each student entering the class is unique. This 
is why differentiation is essential to meeting the needs of all students learning. One 
pace and one curriculum would not be capable of meeting the needs of a diverse 
student population present in a classroom. Students learning a second language 
particularly benefit from individualized support because they need to master a 
language in addition to literacy skills. These students need extra support. Many 
English Language Learners need instruction to be designed to embrace their strengths 
and competencies and address and develop other content. "Language-minority 
students enter U.S. schools needing to learn oral language and literacy in a second 
language, and they have to learn with enormous efficiency if they are to catch up with 
their monolingual English classmates . . .  Given the overrepresentation of language 
minority students among struggling readers, it is important to find mechanisms for 
early identification of those likely to struggle, so as to provide prevention services 
before they fall far behind" (August, 2006). Students who speak English have the 
advantage of being exposed to words all around them, on cereal boxes, on street 
signs, and on buildings. This, in combination with exposure to text and reading, helps 
prepare students for becoming a reader. Bilingual students may not have the luxury 
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of being included in a full range of literacy experiences in both languages or the 
benefits of a smooth transition with familiarity from home to school (Brisk, 2007). 
ELL students often lack this well developed exposure in their second language. 
A need to modify instruction is due to these differences in prior knowledge. 
Differentiation can sometimes occur by scaffolding. Scaffolding, or a temporary 
support, for ELL students may include extended time to complete assignments, work 
with a group, or building background knowledge prior to teaching a lesson. This is 
one tool that teachers can utilize; it allows students to operate in their "zone of 
proximal development" (Vygotsky, 1978). Scaffolding is an act that allows a child or 
novice to solve a problem, or complete an undertaking, or meet a goal that would be 
slightly beyond his unassisted endeavor. Many times this is referred to as students' 
instructional zone rather than their independent zone. Recent reading studies such as 
Taylor, Pearson, Clark & Walpole (2000) and Wharton, McDonald, Pressly, & 
Hampston (1998) have found that scaffolding is widely used by some of the best 
teachers (Clark, 2005). Sometimes differentiation might take the form of doing a 
different or altered task that more fully develops the skills sets particular to an 
individual or small group. 
It is important that through observation, conferences, and assessments that the 
teacher begins to understand a student's prior knowledge and skill sets. Donnovan 
and Bransford noted in their research study that "new understandings are constructed 
on a foundation of existing understandings and experiences" (Donovan & Bransford, 
2005). This implies that students' with linguistically diverse backgrounds should 
utilize their knowledge as a foundation for additional learning. In addition, it is 
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helpful to be aware of cultural backgrounds and be sensitive to all perspectives and 
outlooks. Students of different cultural backgrounds may view the world with a 
different philosophical lens. One key factor to differentiated reading instruction is 
making sure one knows his students well. "It is also critical to examine cultural ways 
of making meaning, which may vary from student to student" (Quiocho, 2009). For 
certain cultures, particular strategies may be helpful. For example, a Spanish 
speaking student may understand the purpose of punctuation because it is used in that 
language as well. However, it is beneficial to know that the placement of 
punctuation might be a little bit more difficult for him because that differs between 
the two languages. Some languages do not use punctuation and the idea might be 
more abstract to a student. This study shows that it is important that before lessons 
occur, that teachers capture an understanding of the students and their schema in that 
particular subject. "Bilingual students' learning is influenced by personal, home, and 
situational factors. Knowledge of students is key to good literacy instruction" (Brisk, 
2007). When the content is connected to what the student already knows, it is more 
likely that the content will be retained and become more relevant and significant to 
the student. Students can make connections that include text-world, text-to-text, text­
to-self. A text-to-world connection might sound like "that reminds me of. . ,  or this is 
like . . . ". A text-to-text connections might sound like "this part is just like . . .  or I read 
another book where . . . ". A text-to-self connection might sound like "that made me 
think of the time . . .  I can relate to . . .  ". Having content relate or connect to what is on 
students hearts and minds is very important part of authentic learning. "Knowledge is 
built incrementally through the recursive expansion of children's prior understandings 
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in meaningful dialogue and socially significant interactions" (Brisk, 2007). Cultural 
background shapes students prior knowledge. 
It is crucial that schools and teachers have an open attitude and have a general 
knowledge of their students and their culture. The teacher needs to emphasize the 
value of leaming a second language to their students, in a manner that is not 
degrading to their original language. "The development of this academic language 
needs to be done with the additive perspective . . .  the academic language is taught, not 
as a better language, but as an additional language that they need to perform in 
academic contexts" (Brisk, 2007). Today's classroom may contain students from 
many different backgrounds and languages. Teachers cannot be expected to fully 
understand all the languages and cultural implications of their students when their 
classrooms consist of many linguistically diverse groups. A practical step to enhance 
knowledge is to simply have an awareness of differences and to observe carefully. 
Students can begin to demonstrate what to expect and why (Brisk, 2007). An 
understanding of individuals is required when teaching literacy to bilingual students. 
There are numerous variables that affect their performance. 
It is beneficial to provide authentic opportunities for learning because they are 
typically  more motivating than when skill sets are taught in isolation. Ideally, 
students should not learn new words in isolation through worksheets, but rather they 
should find meaning for unknown vocabulary during context teaching in a more real 
life meaningful context (Quiocho, 2009). The teacher should be careful not to 
exclusively teach language skills in isolation from curricular content. Allowing 
students to be involved in the mainstream experience to their own ability with support 
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allows students to learn both language and content skills congruently. "Learners 
acquire literacy from exposure to authentic text in authentic situations" (Brisk, 2007). 
The power of perspective is amazing. Some schools will view English language 
learners as coming to skill with a deficit. Then when they do not succeed in school 
they blame the students' lack of exposure to the language. However, Guthrie found 
that when students felt successful and were motivated, they could overcome other 
obstacles that were typically correlated with lower achievement. Guthrie (2004) 
draws attention to reading achievement results of the "PISA (Program for 
International Student Assessment) study or reading achievement in international 
contexts. He notes that students whose background was characterized by low income 
and low education, but who were highly engaged readers, substantially outscored 
students who came from backgrounds with higher education and higher income, but 
who themselves were less engaged readers" (Guthrie, 2004). Having high 
expectation, but at the same time providing appropriate instruction for students is 
essential for students to learn to their potential. "Schools influence students' 
achievement by the effectiveness of approaches used to teach literacy, teacher 
expectations, and specific language promoted" (Brisk, 2007). When a teacher truly 
embraces all students and tailors their education, great amounts of learning occur. 
It is important to understand students' interests and be familiar with them. 
When students read text that they enjoy, they are more motivated to work hard and 
enjoy the learning process. It is worthwhile to "maximize students' investment in the 
learning process so that they come to see themselves as powerful users of language" 
(Cummins, 200 l ). Choice puts students in charge 'of their own learning. The 
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introduction of choice changes a child's world. Morrow, Gambrell, and Pressley 
(2003) say in their book Best Practices in Literacy Instruction "that they would like 
to see more students' choice in reading lessons and greater encouragement of students 
to read a great deal, including many more communications to students that reading 
provides great pleasure, and that choosing to read is choosing to do something that is 
fun. They would also like to see more emphasis on students' choosing to be strategic, 
to be impressed more with the message than to be in charge of their reading and the 
process they use during reading, that is, with the ideal that they are to become self­
regulated readers. Perhaps if that emphasis on self-regulation were heightened, there 
would be more automatic transfer of mental comprehension to novel texts" 
(Cummins, 2007). 
"The inescapable truth . . .  is that teachers' attitudes and behaviors can make an 
astonishing difference in students learning" (Cummins, 2001 ). Every teacher needs to 
be aware of not only what he is teaching, but how he is teaching it. Children are 
quick to pick up the subtleties of a teachers ways and what those non-verbal cues 
imply. When students are encouraged to embrace their culture there is typically 
positive results. "A large-scale study of Southeast Asian students carried out by 
Rumbaut and Ima ( 1987) reported greater academic success among students who 
were maintaining traditional values, ethnic pride, and close social and cultural ties 
with members of their ethnic group" (Cummins, 2001 ). The study showed that the 
more that the school affirmed personal and cultural identity, in place of ignoring or 
devaluating students, the more likely the students were to excel academically. 
Likewise, "Guthrie' s analysis of research includes the constructs of affect, identity, 
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and extensive reading as significant components of engaged reading and reading 
achievement" (Cummins, 2007). When students who are learning English as second 
language, it is critical that they feel that they are honored and that their identity is not 
being lost in the process of learning to read. 
Reading Differentiation for Gifted and Advanced Students 
All students, including those whose abilities are above the norm, benefit from 
reading differentiation. In the book Teaching Gifted Kids in the Regular Classroom: 
Strategies and Techniques Every Teacher Can Use to Meet the Academic Needs of 
the Gifted and Talented, gifted students are defined as those who have ability in one 
or more learning areas that exceeds grade/ age level expectations by two years or 
more. The book describes gifted students as exhibiting some or all of the following 
characteristics: learning faster, learning forever, learning complex and abstract 
concepts, passionate interests in topics or processes more than one task at a time. The 
author stresses how imperative it is that all students are taught to struggle to learn, not 
how to keep completing tasks with little effort. Winebrenner, the author, reflects that 
a true reflection of someone's intellect is shown in a "willingness to stay with a 
frustrating and difficult task until mastery is achieved . . .  our most important job as a 
teacher of a gifted student is to help them understand that it' s perfectly all right to 
struggle to learn, and the world will not think less of them because that struggle is 
apparent" (Winebrenner, 200 l ). One strategy to help ensure that students are being 
challenged is to compact the curriculum. In the article "Implementing Curriculum 
Compacting and type Ill Studies to Reverse Underachievement", curriculum 
compacting was defined as: "a procedure used to streamline the grade level 
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curriculum to enable time for more interesting and challenging work" (Sieg! &, Reis, 
n.d.). 
All students, including those whose abilities are above the norm, benefit from 
reading differentiation. Many studies have shown that the curriculum resources and 
the typical pacing of curriculum are not appropriate for advanced readers as well as 
students who are gifted. In a Chall and Conard (1991) study, they documented "a 
trend of decreasing difficulty in the most widely used textbooks over a thirty-year 
period from 1945-1975. On the whole, the later the copyright dates of the textbooks 
for the same grade, the easier they were as measured by indices of readability level, 
maturity level, difficulty in questions and extent of illustrations" (Siegle & Reis, n.d.). 
This decline in curriculum difficulty only compounds the problem of effective 
teaching for students who are gifted or talented. Based on these findings, whole 
group textbook instruction will not be appropriate, challenging material for many 
students in the class. Other studies have supported and extended Chall and Concard's 
research. "Findings by Usiskin (1987) and Flanders (1987) indicate that not only 
have textbooks decreased in difficulty, but also that they incorporate a large 
percentage of repetition to facilitate learning" (Siegle & Reis,n.d.). This means that 
inappropriate curriculum for students above the norm is taught for a longer duration 
ohime. Gifted students are negatively impacted by these reading resources utilized 
in most classrooms. The research studies conducted by the National Research on the 
Gifted and Talented have found that forty to fifty percent of the basal curriculum can 
be eliminated for targeted students even in the general student population. Many 
bright students are able to bypass as much as seventy percent of the regular 
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curriculum (Siegle, n.d.). This calls for teachers to differentiate to meet the needs of 
any students whose learning is not met by the provided reading instruction. 
One strategy to help ensure that students are being challenged is to compact 
the curriculum. Teachers simply eliminate the material that students have shown they 
have mastered in pretests or through observation. S tudents work on authentic reading 
that is interesting and stimulates their academic needs. Both gifted and students 
meeting standard could benefit from compacting. A study was conducted by "Taylor 
and Frye (1988) found that 78% to 88% of fifth and sixth grade average readers could 
pass pretests on basal comprehension skills before they were covered in the basal 
reader. The average readers were performing at approximately ninety-two percent 
accuracy while the better readers were performing at ninety-three percent accuracy 
on the comprehension skill pretest" (Siegle, n.d.). This meant that even before 
curriculum was taught, both the average and those above average had demonstrated 
mastery of the majority of the content. "The research studies described above and 
practical experiences gained through several years of field testing and refining the 
compacting process have demonstrated that many positive benefits can result from 
this process for both students and teachers, particularly talented students who are 
underachieving in school" (Siegle, n.d). Compacting in circumstances such as these 
ensures that students are learning material that is new to them. It fosters growth 
rather than review. 
Compacting curriculum is one solution; however it is important to integrate 
several strategies to more fully meet the needs of advanced readers and gifted 
students. "A classic study by Dole and Adams (1983), surveyed gifted students to 
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elicit their perceptions of the most important attributes of good reading materials" 
(Kingore, 2002). The findings included were sophisticated beginning-to-read books, 
multidimensional characters, playful thinking, unusual connections, quantities about 
favorite topic, and books about gifted children. Teachers should be mindful of this 
data as they select books for their highest readers and purchase new books for their 
classroom library. "The National Research Council (NRC) concluded that if we are 
to provide equitable access to high-level services and programs, we must address the 
striking patterns of disproportionally that exists in gifted programs and services in all 
parts of our country" (NRC., 2002 in Brady, 2008). Encouraging your district to 
have pull-out programs or resources for the gifted is another manner teachers can 
support the gifted and talented students in their classroom. This pull-out times 
ensures that these students have time with teachers who are specifically trained to 
meet the students' needs. In addition, students have time to be with students who 
share similar strengths as them. 
Although, differentiation is effective, it is common that it is used sparingly in 
classrooms. "The Classroom Practices Survey was conducted by the National 
Research Center on the Gifted and Talented (NRC/GT) to determine the extent to 
which gifted and talented students receive differentiated education in regular 
classrooms across the United States" (Archambault, 1993). In this study, it was found 
that typically only minor modifications were made in the regular classrooms to 
accommodate gifted students and the frequency of these accommodations was quite 
low. Possible accommodations included: advanced reading, independent projects, 
enrichment worksheets and reports, elimination of materials, and the use of higher 
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level thinking skills. The modification types varied widely. In order to truly help 
gifted students, teachers must integrate differentiation, by making adjustments to the 
curriculum, materials and assessments of the gifted. "By initiating appropriate 
differentiation in the classroom, teachers will meet the needs of all students, including 
those whose needs extend beyond the expectations of the core curriculum" (Brady, 
2008). Differentiation is a key component to a quality literacy program. 
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CHAPTER III 
Procedures 
Purpose 
The Snoqualmie Valley School Dist1ict values quality instruction, and is 
continually striving to improve. One of the school improvement plans is to improve 
overall reading skills. Another more specific goal for the school was reading 
communication with parents. The goal was to improve Cascade Views Elementary 
School parents' understanding of the continuum of support services for students in 
reading. Reading growth is a priority for my school and for me personally as a 
teacher. This paper will hopefully connect both fellow teachers and parents with a 
better understanding of reading differentiations value, how it is implemented in the 
classroom, and how they can further support individual students. 
Students, whether struggling, in the norm of the classroom, or advanced 
benefit from teachers tailoring their instruction to fit their distinct needs. 
Overwhelmingly, research indicates that it is necessary for teachers to differentiate to 
meet the widely varying needs of students present in classrooms today. However, it 
is a complex balancing act to truly implement differentiation successfully into the 
classroom and meet the needs of all. "In the end, by avoiding hasty assumptions and 
carefully attending to the reality of what unfolds both in front of us and within us, we 
can make our classrooms more accessible, comprehensible, comfortable and 
successful places of learning for all our students. By accepting the challenge to know 
ourselves and our students better, and to work toward a more equitable learning 
environment, no one loses and we all gain" (Pransky, Bailey 2003). When teachers 
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know their students well, and differentiate the material to help students grow in their 
abilities then all benefit. 
Collection 
A review of the literature was completed in order to gather theoretical and 
procedural infonnation. The review outlines why differentiation is a necessary 
component of quality primary reading instruction and how this is backed in research. 
The research was found through online articles, education journals, and books that I 
went and purchased. Many schools benefit from a large professional library and a 
reading coach. My school does not have either one of these resources. So when 
collecting my data I had to find my own resources. I used my co-workers insights as 
well as my multiple research methods. 
Implementation 
The research for this thesis was primarily a review of the literature. I 
collected data that explains the impact of reading differentiation as well as how to 
implement it into the classroom appropriately and effectively. I hope my research 
will support best practice reading instruction in the classroom. 
I constructed a power point presentation and parent handouts to provide 
elementary teachers and parents with a better understanding of differentiation and its 
purpose in the classroom. The power point gave visuals of the implementation of 
differentiation, explained different formats that can be utilized, and talked about the 
positive implications of integrating differentiation into reading instruction in the 
primary level. It also provided information to any teachers wishing to learn more 
about differentiation as well as new teachers to Cascade View Elementary. The 
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handouts will be given to parents as the year progresses. It will be explained that 
reading is complex, and no two students progress in the same manner. 
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CHAPTER IV THE PROJECT 
This part of my paper contains: 
Parent Handouts: 
These are utilized to help parents see what is done in our assessments and 
to help them better understand their students strengths, area of needed 
support and explain where their child is on the reading continuum. 
Power Point: 
This is primarily intended for teachers. It could be given to teachers 
interested in expanding their knowledge and practices with differentiation. 
It also could be used during an in-service day or during a summer learning 
academy class. In a scaled back version I also think it might be 
informative for parents. In the future I may modify it and post it on my 
website as a resource for parents. 
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THANK YOU FOR 
SUPPORTING YOUR 
STUDENT 
These skills are not necessary for entering 
kindergarten. We assess these skills to see 
what kind of activities will specifically benefit 
your student in growing as a reader. l 
thought it might be helpful to have this 
pamphlet to keep as a resource at home. It 
maybe fun to check in with your student a 
couple of times a year to see if their abilities 
are progressing. Remember, the main goal is 
that every student is learning and growing in 
both their academic ability and their 
confidence. If you have any questions, please 
feel free to contact me through email or by 
phone. My email address is 
and my phone number is 
r ~1 
RES0'URCES 
You may want to visit the website 
www.srarfall.com . This is a free tool on the 
internet. It focuses on different skills such as: 
letter names or sounds, phonics skills, and 
reading for enjoyment as the students' abilities 
grow. Another website that might be helpful is 
http://\;vww.intemet4classrooms.com. Your 
student can utilize alphabet cards at home or 
may rake home the alphabet envelopes from 
school. Please pull out rhe cards and have 
students practice saying the sound and the 
letter name. It is sometimes helpful to put the 
ones that they know in a plastic bag inside the 
envelope so they can focus on learning the 
letters that they have not yet mastered. 
Please note: Email address and phone number have been redacted due to privacy concerns. 
READING 
DIFFERENTIATION 
Emerging Reader 
Step One 
STUDENTS ENTER 
SCHOOL WITH 
DIFFERENT ABILITIES. 
THEY ARE UNIQUE 
AND SO ARE THEIR 
READING NEEDS. 
~-
0 
Can · ur Students Identify 
the alphabet by: 
Letter Na1nes? 
Sounds? 
Capital Letters: 
I 
-2.:__J 
Q U  
J �( 
Letter Names Mastered __________________ _ 
Working On __________________________ _ 
Letter Sounds Mastered __________________ _ 
Working On __________________________ _ 
Dare ________________ _________________ _ 
Lowercase Letters 
r 
t n  ,,.-� 
d b  0 � 
v q  
u e ! 
Letter Names Mastered __________________ _ 
Working On __________________________ _ 
Letter Sounds Mastered __________________ _ 
Working On __________________________ _ 
Dare _________________________________ _ 
OTHER KIND ERG AIU " "1 ::.KlLL::i 
1 .  Rhyming 
2. Beginning Sound 
3. Ending Sound 
4. Blend ing Sounds 
Can your student complete these tasks . . . .  
Every time 
Sometimes 
Still working on this skill 
RHYMING 
If you say two rhyming words your 
student is able to give a real or pretend 
rhyming word. 
BEG INNING SOUND 
If you model identifying the beginning 
soun d, can your student then tell the 
first sound in d i fferent words that you 
say aloud? 
EN DING SOUND 
I f  you say words and model identifying 
the ending sound, can your student then 
tell the last sound of different words that 
you say aloud? 
BLEN DING 
Can your student hear isolated sounds 
and then put them together7 For 
example M-a-t. Say each sound, pausing 
after each sound. can vour student tell 
1 HAN K  YOU FOR 
SUPPORTING YOUR 
STUDENT 
ln this phase, l send home sight word 
cards and reading envelopes. The reading 
envelope contains books that are at your student's 
"just right reading level". They are books that 
they can read independently or at their 
instructional level, which n1eans that they need a 
little support to be successful. Books are used as a 
resource at home. Then, envelopes are sent back 
in with their reading book each day so that 
volunteers and I can conference with students on 
their reading and help provide further 
individualized instruction. 
Research says the more time that students 
spend reading, the more that they grow in their 
abilities. Research also ind icates that it is optimal 
not to interrupt beginning readers and correct 
them. Instead of giving the missed word, help 
your student to independently figure out the 
answer. A cue we use is "stop re�read". Ir is given 
at the end of a sentence when there is a missed 
word. Using this phrase allows students to have 
the opportunity to catch their own mistake. Some 
students will notice that the sentence does not 
make sense with the error. Others will need the 
prompt to realize that they have read a word 
incorrectly. 
ln this phase, students are encouraged to 
work on decoding. They are encouraged to use 
the reading strategy Stretchy the Snake. He s-t-r-c­
t-c-h-e-s rhe word out slowly, and then puts the 
sounds together to figure out the word. This is 
blending sounds. We also encourage Eagle Eyes 
at this stage, which is looking at the pictures for 
clues. 
Students are learning about the other 
reading strategies so that they have rnultiple 
approaches when they get to unknown words. 
I 
RESuURCES 
·ey\t-
To learn more about reading, you can visit 
the National Institute for Literacy website at 
http://www.nifl .gov . You may also want to 
visit the website www.srarfall.com . If your 
student has mastered letters, then they should 
be working on the "I am learning to read" 
section. Your student can utilize sight word 
envelopes from school as well. To make this 
more enjoyable, you can use these sight word 
cards with many board games. Simply use the 
envelope as a deck of cards, students pull one 
card from the envelope. If they read the word 
correctly and quickly, they get to roll a dice to 
see how far to progress in the game. If they 
make a mistake, they can advance one for 
their effort. I f  two sets of sight cards are 
available, students can play memory. 
READING 
DIFFERENTIATION 
Beginning Reader 
Step Two 
STUD ENTS ENTER 
SCHOOL WITH 
DIFFERENT ABILITIES. 
THEY ARE UNIQUE 
AND SO ARE THEIR 
READING NEEDS. 
WORKIN, J BUILDING DECODING SKILLS 
Can your student blend sounds 
\vhen they hear the isolated sounds? 
Parents: Tell your student that you are going to read 
the1n so1ne \Vords. Explain that you are going to say 
the word slowly. Model the skill by saying: when I say 
/c/ /up/, I know that word is cup. Let thetn know 
now it is their turn to rry. 
Short a Words Short e Words 
b-e-11 __________ _ 
c-a-p -------- n-e-s-t _________ _ 
111-a-t _________ r-e-d ________ _ 
Short i Words Short u Words 
p-i-n _________ d-u-g _ ________ _ 
f-i-ll ___________ l-u-ck __________ _ 
s-i-t ___________ j-u-rn-p ________ _ 
Short o Words 
b-o-p ________ g-o-t ___________ _ 
r-o-ck ______ _ Today's Dare _______ _ 
Can your student read the sa1ne 
short vowel \Vords independently? 
Short a Words ( /3) Short e Words ( 
sack bell 
cap nest 
Inac ced 
Short i Words ( /3) Shorr u Words ( 
pin dug 
fill luck 
sir ju1np 
Short o Words ( /3) 
Bop got rock 
/3) 
/3) 
SIGHT WORD0 -'lR THE YEAR: 
1 .  I -----------
2. like _________ _ 
3. the _________ _ 
4. a __________ _ 
5 . sec ___________ _ 
6. my __________ _ 
7 .  to ____________ _ 
8. go __________ _ 
9. and _________ _ 
10.  can __________ _ 
1 1. you __________ _ 
12. arn _________ _ 
13.  on _________ _ 
Check In One 
i : 
\._,) 
I 4.  rs ____________ _ 
15 .  at ___________ _ 
16.he __________ _ 
1 7 .  she _________ _ 
l8. look __________ _ 
19. it _____________ _ 
20. in __________ _ 
2 1 . we _________ _ 
22. rhis ________ _ 
23. me _________ _ 
24. do ___________ _ 
25. co1ne _____ �----
26. here _________ _ 
Sight Words Mastered _________________ _ 
Working On ____________ _____________ _ 
Goal: _______________________________ _ 
Date ________________ _______________ _ 
Check in Two 
Sight Words Mastered _________________ _ 
Working On _________________________ _ 
Date 
MATERIALS: 
lf your student has 1nastcrcd all or tnost of their 
letter sounds, then they are ready to receive a reading 
envelope that \Vill have their na1ne printed on it. You 
1nay e1nail and let 1ne know when you think your 
student is ready for this step, if you have checked 
that they know altnosr all of their letter sounds. 
In this envelope, books \Viii be sent ho1ne that are to 
be read at ho1ne. So1ncl'i 1nes students will get new 
books everyday and son1cti1nes they \Vill get new 
books once or twice a week. Our volunteers help 
students to get a book rhat fits the students so the 
frequency depends on our level of support and the 
length of the conferences needed to support the 
students' reading. 
In this phase, students should be reading a,b,c, and cl 
leveled books. 
So1ne studcnrs benefit frotr\ reading books that have 
sight words that they know. I have copies of sight 
word book.o; that are not labeled with a, b, c, or cl. 
These books 1nay go ho1nc in students reading 
envelope as well. 
Please re1nen1bcr ro guide your student. It is best to 
have the1n try to be as independent as possible. 
When they struggle with words re1nind then1 of 
strategies such ns to look nt the pictures for clues, or 
provide pro1nprs such ;1s stop re-rend. 
THANK YOU FOR 
SUPPORTING YOUR 
STUDENT 
This is the phase where students 
continue to take home "just right books" that 
begin to increase in difficulty. The books in 
level e and beyond typically start to incorporate 
more difficult phonics skills that involve 
"chunks". Students will use the reading strategy 
chunky monkey. He looks for word parts, or 
multiple letters that make one sound. For 
example, when we read the word boat, the oa 
says o's name, the long vowel sound. This is 
because usually when two vowels are together, 
the long sound is used. ln addition, diagraphs 
such as wh, ch, sh, and th would be considered 
chunks. Another rule students need to learn 
involves noticing silent e's in words such as 
bike. The "e" at the end of the word makes the 
"i" say its name, its long sound. All of these 
skills will be talked about and shared, but many 
students will only be reading books a, b, c, d in 
kindergarten. First grade will continue to 
develop these skills as well. However, I feel that 
students are vety capable and I encourage their 
reading skills to continue to grow no matter 
where their level is currently. Many students in 
my class were excited about learning phonics 
rules, sight words, and reading strategies. All 
these components aid in helping them become 
a better reader and progress into books with 
increasingly difficult words, length, and 
vocabulary. 
RESOURCES 
. . ' \;' , . .  't.,'1 
Reading Strategies 
ln the classroom, students are learning the natne of these 
reading strategy stuffed ani1nals; then they are learning 
\Vhar their strategies are, and how to explain and apply 
the strategies when reading. 
Eagle Eyes Lips the Fish Stretchy cbe Snake 
READING 
J)lFFERENTIATION 
Developing Reader 
Step Three 
STUDENTS ENTER 
SCHOOL WITH 
DIFFERENT ABILITIES. 
THEY ARE UNIQUE 
AND SO ARE THEIR 
READING NEEDS. 
REAl_/ G COMPONENTS 
One way to assess students' skills in this 
reading phase, is to conference with students. 
The first step involves simply listening to and 
observing students reading. Watch to see if 
students get stuck on certain words. Are they 
able to read the book all on their own with very 
few errors and support, or do they need you to 
prompt them and provide strategy ideas to 
decode words? Can they comprehend their 
reading? Can they make predictions, re-tell, 
summarize, or tell you about the characters and 
setting of the book' 
In class, I will sometimes use what is 
called running records. These are used to help 
determine what skills students are 
implementing and what skills they need to 
develop. They may also be used to help 
determine grades. I type up the words in a 
picture book and then record to see what words 
the students are reading incorrectly and at what 
speed they are reading. These two reading skills 
are referred to a reading fluency and accuracy. 
Fluency refers to students' reading 
speed. When a student reads fluently, they 
sound like they are talking. 
Accuracy means that students are 
reading the correct word on the page. Students 
will sometimes substitute words. This can 
interfere with comprehension of the text. 
Intonation is changing your voice to 
sound more expressive. It is optimal that 
students not only have an appropriate word per 
minute when reading, but also sound 
expressive, bringing the book and characters to 
life. 
Beginning readers are many times 
reading words sound by sound and then 
blending the sounds together. The more that 
students read, the less that this is required 
because students start to see a word and just 
know it or can blend sounds with increased 
speed. 
When students read aloud they should 
sound like they are talking. They should take a 
pause at punctuation marks. They should 
change their intonation when they are reading a 
questions or a sentence with an exclamation 
mark. 
To build fluency, students shou Id 
practice reading often. They should re-read 
books. With increased familiarity, students are 
able to read a book more quickly the second 
consecutive time. In addition, they should 
listen to others read to hear what quality 
fluency sounds like. Listening centers also 
allow students to listen to fluent readers. 
Buddy reading with older students is another 
opportunity to listen to reading and potentially 
build fluency. After kindergarteners listen to 
their older buddy read, they have the 
opportunity to apply what they have heard to 
their "just right book''. 
You could use a timer to track fluency 
and see how many words your student is 
reading with a text that is at their level and has 
not been read before. However, this is typically 
not needed. Authentic time spent listening to 
students and providing constructive feedback is 
usually more meaningful and adequate in 
helping your student increase their fluency. 
ACCURACY 
Accuracy, as stated before, is reading the correct 
words on the page. Accurate readers self.. correct 
their mistakes and look at words closely. Students 
who struggle with accuracy tend to be more sight 
word oriented. They look at the first few sounds 
and guess at the word. To encourage accuracy, we 
give the stop-re-read prompt at the end of the 
sentence. I teach students what the word accuracy 
means and why it is itnportant. I also will 
encourage them to n-ack print and potentially rely 
on the reading strategy stretchy the snake. All of 
these encourage readers to pay close attention to 
what is written in the text. 
Developing readers are going to be reading leveled 
books such as e, f, g, h, i, and j .  
When students get to this phase, they really start to 
be able to enjoy books that are interesting to them, 
that make then laugh or 1·hink. When they are at 
this level, they have more books that they can 
choose from and therefore are better able to find 
books that suit their interest and get them excited to 
read. In our roo1n, as a rev.,1ard for reading 
responsibly and independently, students are able to 
sit in cozy spots instead of at their desk. Students 
who read to themselves responsibly stay mostly in 
one spot, read books that are appropriate for their 
level, are quiet, keep their eyes on the book, track 
the print and don't share. This fosters an 
environment where all students can enjoy a great 
book or work on other re<1ding activities that 
support growth. 
D iffe re nt i ated 
Rea d i n g  I n stru ct i o n  
By C a ra Axe 
1'l. u •r 
"·t·'· 
,,,..;""'-
' "  �· 
• 
� 
�· ' �,.;:; 
B ig I dea Quest ions  
What form s d o e s  read i n g  
i n stru ct ion ta ke? 
What does resea rc h  s u p po rt as 
best p ract ices i n  th e fo rrn of  
read i n g  i n stru cti o n ?  
Stu d ents H ave D iffere n t  
• Abi l i t ies 
• Learn i n g  Sty les 
• Schema 
E a rly Read i ng S ki l l s Ca n )\ffect 
Stud ents '  
• Abi l i ty to wo rk i ndependently 
• S e lf Estee m  
• Knowledge 
• Pote ntia l ly the i r  futu re ed ucati o n  and 
ca reer 
1 l 
U n ique  Qua l i t ies ca l l s  fc) r 
D ifferent iat ion 
D ifferent iat io n  i n  e l e n1 e n ta ry c lassrooms 
m e a n s  that teac h e rs 
* proactive ly  e n gage ! ea rn e rs ,  
* recog n izes that c lass rooms a re cl m ixed 
bag of read i ness l eve l s ,  i 1 terests , a n d  
�ea rn i ng p referen ces 
(To n1 H ns,on &  E d i so n , 2003 ) 
G ro u p i ng stud ents I n  O rd e�r  to 
D iffere nt iate Read i ng l nstru1ct io n  
• S m a l l  G ro u ps • Abi l ity based (homogeneo u s )  
• Partners • M ixed Ab i l i ty ( h eterogE3neo u s )  
• I nd ivi d u a l s  • S ki l l  Based 
• F l ex ib le  G ro u p i n g  
x17599143 fotosearch.com 
Patterns fo r Teach i ng N ew 
Con cepts 
• Teach , p ract ice , app ly  
• I do ,  we d o ,  you do 
• Fou n dation ,  the i m pl ementation , and the 
a p p l icatio n  
• D i rect i nstructio n ,  g u ided i n structio1 n , and 
i ndependent  se lf  d i rected l ea rn i ng 
Teach i ng Form u la 
• D i rect I nstruct ion 
- Typ ica l ly who le  g ro u p  
- Teachers ca n m a ke it effective by 
• I ntention a l l y  model ing  (th i n k  a loud)  
• U s i n g  visua ls  (charts o r  g raph ic  o rg a n iz:ers)  
• Hands o n  activit ies ( m a n i p u l ative) 
• M nemonic  devices (songs a n d  chants) 
• Reflective Learn ing (self assessment o r  goal  
settin g )  
U1 
N 
t P ractice a n d  App ly 
• U s ua l ly where d ifferentiatio n  beg i r1s  
Th is  form u l a  is  "structu red , teachE�r  
d i rected , a n d  content  based , but  it  is  
student  centered and provid es stu1 d ents 
with m u lti p l e  e ntry poi ntes i nto the content 
areas a n d  person a l  choices based o n  the i r  
i n d iv i d u a l  stre ngths a n d  l ea rn i ng �> rofi l es" 
(To m l i nson , 1 99 9 ;  Marzano , 2007)  
G ro u p i ng Stu d ents 
• Kee p i n g  i n  m i n d  that s m a l l g ro u p  a nd 
i n d iv id u a l  work is one way of i nteg rati ng 
d iffere nt iat ion i nto the classroom , i t  is  
i m po rtant to u nderstand what forms 
research h as d eemed most effecti \1e . 
• Abi l i ty vs . M ixed Abi l ity vs . Sta n d a rd 
based G ro u p i ng 
I 
M ixed -Ab i l i ty G ro u ps 
Pos itives 
I ncl u ded strugg l i n g  
read e rs learn i ng  fro m 
the i r  peers .  
The h ig h er readers 
beca me m o re aware 
of th i n ki n g  p rocess 
N egatives 
M ig ht i ncl ucj e  h ig her 
stu d ents riot be ing  
ab le  to p nog ress to 
the i r  potent ia l  
Students may n ot 
know hovv to g u ide 
peers 
a p p ro p riate ly .  
They m i g lht provide 
a n swers 
i n stead C)f s u p port 
a n d  strateg ies .  
Abi l i ty G rou p i ng 
Pos it ives 
• Stu d e nts m i g h t  work at a 
s i m i l a r  pace 
., I n structio n  ca n b e  s pe cifi c to 
the g ro u p s  n e e d s  
N e g atives 
., Low a b i l ity m e n1 be rs h i p  
ca n l ead to l os s  of self­
este e m  
• S om eti m e s  m clve m e n t  to 
h i g h e r  leve l s  ca n be 
i n cons i ste n t  a n d  th e refo re 
! o\Ne r  stu d e n ts m i g h t m i ss 
out  o n  expe ri e n ces a n d  
expo s u re t h at ioth e r  
stu d e n ts receive 
F l exi b l e  Ab i l i ty Based G r·o u ps 
• Mean i n g  that some students m ig r1t  be 
read i n g  books of d ifferent l evels , IJ ut a l l  
worki n g  o n  the ski l l  read i n g  accu rately.  
• The teacher  m i g ht p u l l  a g ro u p  to do a 
m i n i - lesso n a n d  mod e l i n g  s pecific;a l ly o n  
th is s ki l l  
B u d d i es 
• The D a i l y  F ive by Ga i l  Boushey a n d  Joan 
M oser "th e  s isters" 
- Both read same book " I  Read , You Read" 
- Chora l  read same p a rt of the book 
- Each C hoose own book a n d  read 
· - Work with o lder  stu dent fro m a n other  c lass 
- (Students a re taught  how to he lp  a student  with out 
g iv ing a n swers .  Check for understa n d i n g ,  stop re­
read cue for accuracy, p rompt use of a read i n g  
strategy) 
B u d d i es 
• M otivati o n  
• The excitement  of 
work i n g  with a friend 
• I ncreased t i m e  
read i n g  
• Socia l  s k i l l s  
• Learn i ng  how to g ive 
constru ctive feed back 
with o ut i ns u lt i n g  
• N oise vo l u m e  
• Stud ents g etti n g  off 
task 
• Acco u n ta b i l ity and 
assessment  of each 
stud ents learn in g  
Read i ng Strateg i es 
• Eag le  Eye : Look at the p i ctures 
• Strechy the S n a ke :  stretch the word O L1 t  s l owly 
• S ki p py the F rog : S ki p  the word . Read to the end 
of the senten ce and h o p  back and re-r�3ad . 
• C h u n ky M o n key: C h u n k  the letter  sou r1 d s  
• Tryi n '  L io n Try to re-read ; try a word that m a kes 
sense . 
• H e l pfu l Ka n g a roo : Ask for hel p .  After try ing  the 
other strateg ies ;  ask for hel p .  
D ifferent i ati o n  with Whol e  G ro u p  
Act iv i t ies 
• Whol e  g ro u p  pre-read i n g  lesso n 
- I ntrod u ce n ew voca b u l a ry 
- B u i ld Schema 
- Review read i n g  strateg ies 
- H e l ps l eve l the p layi ng fie ld  (g reat for ESL 
stud ents) 
- Then d iffe rentiation occu rs a l lowi n g  students 
to work at the i r  own rate a n d  poss i b l)r 
com pl ete extens ion activit ies a n d  by p rovi d i n g  
d ifferent leve ls  of su p po rt 
Sto p  a n d  Th i n k  
• What ki nd  of g ro u p i ng works wel l  fo r you r  
stud ent? 
Tha n ks Fo r L iste n i n g ! 
Us i n g D iffe re nt iat i o n  i n  the 
p ri m ary c lass room 
by: Cara Axe 
Stud ents U se Too l s  a n d  Strateg ies to E:n h a n ce 
Thei r Lea rn i ng 
Eagle Eyes Lips the Fish Stretchy the Snake Chunky Monkey 
Skippy the Frog Trying Lion Helpful Kangaroo 
Students Are P\ct ively 
E ng ag ed 
S h a ri n g  L ife Experiences 
Students Practic ing Being an Author 
• During authors chair students share their writing.  They take their p rior knowledge 
and l ife experience a n d  write about them. Students reflect on whether  the students 
incorporated a l l  the enco u raged traits of writing such as detai ls ,  neat handwriting ,  
punctuation ,  a variety of  colors in the picture etc. The author reflects on i f  they d id 
their best and what they wi l l  work on next time.  
M a ki ng Connections During Read ing 
Students read books a n d  make connections to their l ife. This 
helps students comprehensio n  of their reading . For Example 
students mig ht read a boo k about cam ping a n d  remem ber a time 
that they went camping . They might compare how their 
experiences were to the characters in  the book 
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Students E n g age i n  a Variety of Learn i n g  Tasks 
Individual  I nstruction 
This student needed extra phonics review that other 
students had a lready mastered . He is working 
individual ly on learn ing the letter j 's sound.  
Reading B uddies 
These students work on reading cooperatively. 
They a re doing Buddy Read ing.  
Whole Group 
Students receive brief instruction on the 
letter sound of the week. They are learning 
and reviewing phon ics ski l ls .  
Students M a ke Learn i n g  Choices 
Students pick between , read to self, read to someone, word works , 
l isten to read i n g ,  and writ ing 
writing read to self 
read to someone 
working with words Listening to reading 
Students have their  own reading b in  and reading envelope. Students uti l ize the 
read ing b ins  so that j ust right books that they picked are at hand.  This maximizes 
reading ti me because students are not spendi ng ti me search ing for their  book. 
They have a reading envelope and also pick out books that they can work on 
at  home with their parents . 
Stud ents M a ke Book C h o ices 
• During read to self and read to someone students self select reading material that is 
both a good fit level and i nteresting to the m .  
• Students read for d ifferent p u rposes. Sometimes they read 
a book because they are i nterested in the subject. Sometimes 
they read just right books to help their reading ski l ls improve. 
Stu d ents U se a Variety of Assessment Too l s  
Ki ndergartener with Older Buddy Two Kindergarteners 
Us ing Red Correcti ng Pen Th umbs up/ s ideways 
Anchor Charts 
Assessm ent Too ls  
• When read ing with a peer student's check to see if the other student is reading 
accurately and reading the correct words.  If  they make a mistake the buddy prompts 
the other student to stop and re-read. The student picks a reading strategy to try and 
to decode the word accurately. 
• Older reading buddies assess students' accuracy, fl uency, and comprehension .  They 
provide feed back on areas of strengths and areas the kindergarteners can sti l l  
develop.  They ask students to retel l  the story or g ive deta i ls about the characters , 
setting ,  plot etc. 
Students U ndersta n d  Assess ments 
• Kindergarteners use a red correcting pen to self correct word work activities. This 
gives them immediate feedback as to how wel l  they are doing . 
• Students refer to anchor charts about the whether they are meeting the criteria for 
qua lity reading a n d  writin g .  
""" 
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Asses s m e nt Too l s  a re Fair  a n d  Eq u ita b l e  
• Students u nderstand the scoring criteria,  and understand that the same rules apply to 
everyone and the assessment is fa i r. We usual ly create or exp lain the expectations 
as a g roup and ta lk about why they are important to use. For example,  in read to self 
the students help  me write the ru les for success.  They explained that it was 
important to use q u iet whispers when reading aloud,  they needed to be looking at the 
words and p ictu res,  not sharing with a frien d ,  staying mostly in one s pot, and getting 
started right away. They also are know that when ever the make a mistake they need 
to correct with the red pen.  They understand the importance of being honest and 
responsible when correcting their work. 
Correcti ng Literacy Activity 
Stud ents I d e ntify S pecific N eeds for Gi rowth 
• Students keep and review with me (their teacher) and look at their records to review 
g rowth and their  own s pecific needs.  This is usual ly done d u ring ind ividual  
conference t imes. I n  read i n g ,  students are able to independently identify what is their 
"just right" book leve l ,  where they can read with good accuracy, fluency, and 
comprehension.  They understand that when they feel they are no longer being 
challenged they move up to the next reading level. I n  writing ,  students have a writing 
folder and writi ng journal .  This helps students see the progression of their writing 
abi l ity. With g u idance students analyze both their work and others to see if they fit 
the goals for the class . Students also self-assess if their work is reflective of their  
best. 
Run n i ng records in d ifferent formats 
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Evidence shared with p a rents at student led 
conferences . Gra p hs with students i m p rovement on 
letter names, letter sounds are shared.  Other evidence 
such as runn ing records are also s hared. 
Conferencing d u ring class 
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Stud ents Exa m i ne a n d  Reflect o n  LE3arn i n g  
This student reflects how wel l  she did on her word works activity. If  she does wel l  
then she may decide to s pend more time on the other reading stations.  If  she 
strugg led then th is mig ht be a station that she wants to spend more t irne on so that 
she can master the req u i red ski l ls .  
• This student reflected on h is read ing .  When reading a book he rea l ized that he did 
not know the letter j 's  sound.  He set a g oal  of learning the letters sound.  He is 
working independently on starfa l l .com to learn the letter j 's sound . .  
• Students spend time s haring whether the students achieved the learning targets 
stated on the anchor posters . 
• 
• 
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Stu d ents a re G u i d ed Th ro u g h  Strateg1 ies 
Students u s e  a va riety of reading strateg ies to h e l p  them decode 
words .  Students practice articu lati ng the strategies n a m e ,  how it 
works , and then p ra ctice a pp lying it when they do read ing .  Below 
you can see students sitti ng with a particu lar  an imal . These students 
are try ing to use the a n i m a l  and coincid ing strategy when they get to 
a d ifficu lt word . For example ,  the stu dent with the red ha ir  is  going to 
use Tryi n Lio n .  Tryi n Lion tries rereading the sentence and tries to 
fig u re out what word m a kes sense. 
Stud ents Demonstrate 
P rog ress a n d  Cap a b i l i t ies 
• Students work with the teacher to actively decide how to demonstrate their  progress. 
In handwriting students look at their work and look at the exam ple and put a star or 
smi l ing face n ext to the ir  best work. This is an example of students taking ownership 
of their  capabi lities and p rogress. Other times students look at their  strengths and 
weaknesses and help me decide how to g row in these capabi l it ies. 
Circle and star best handwriting  work 
Students write about wh ich s u bj ect areas they are strong i n  and identify their best work. 
Com m u n icatio n  with Pare n ts 
• Students partic ipate in  com m u nication with parents . Sometimes 
conferences are held with students and parents .  Students are part 
of the process i n  decid i ng what wi l l  he lp  them be more successfu l .  
This student com m u n icates with the parent vo lunteer about what is 
a just rig h t  book. Student led conferences 
Just rig ht boo k 
Newsletters Emai ls  PhoneCal ls  
Classroo m Sta n d a rd s  are Modeled 
Classroom standards a re modeled by students and we ta l k  about how behaviors 
support o r  go against classroom ru les . We reference the rules in  students' real  l ife 
behavior. Students vote on order of activities , format and other classroom activities . 
Student model ing 
writing .  
Students model Read 
with a buddy 
Model Read to Self 
Students share writing at d ifferent levels and d iscuss how they could i m p rove to 
better meet the expectations that were modeled and written on the anchor chart. 
Listening and behavior ru les for the classroom in order to promote learn in !� 
Accepti n g  Res po n s i b i l i ty for Behaviors 
I try and use non-verbal cues as wel l  as verbal reminders .  If  students do not correct 
behavior than a yellow card is  g iven to the student. This means that the students can 
either make a g reat effort to fo l low all rules and the yellow wil l  be taken away or they get a 
note written home expla i n i n g  the disappointing behavior and the lack of correctio n .  
Non-verbal 
s ign 
Anchor Poster 
Auditor s ign for 
need attention 
S i g n  language 
for stop/ no 
Yel low Card 
Warn i ng 
I want students who a re m isbe having to have an incentive to i m p rove thei r  
behavior. Typi ca l ly, stud ents wi l l  get a visual  yellow card l ike i n  a soccer game.  
They u ndersta nd that this m eans that they need to correct their behavior. If  
their behavior is  exem plary and their i n it ial  offense was m inor  then we wi l l  have 
a discussion a bout my d isappointment in thei r  choices, but no note wi l l  go 
home. If the behavior does not i m p roves or gets worse then there is a parent 
notification and the note is fi led in students permit records .  
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Tra n s it io n s  
• Students are actively engaged i n  productive learn ing interactions and activities.  They 
move between learn i n g  tasks in an efficient fashion and manage materials effectively. 
• 
• 
Contri b uti n g  to a S u pportive Learn i n g  E n\l i ro n ment 
Students contri butes i ndivid ual ly and as g roup mem bers to a pos itive, safe, a n d  
supportive learning e nviro n ment. Students a n d  teachers demonstrate mutual 
respect, s incerity, warmth , and h umor whi le interacting positively. 
I try and p u l l  sticks to make s u re that a l l  students are being cal led on and 
have a cha nce to demonstrate their knowledge and receive p raise for the i r  
accompl ishments o r  at  least their  efforts . I also make an effort to ca l l  on  a 
wide range of i n d ivid ua ls  (approximately eq ual  amou nts of boys and g irls , 
h ighs and lows ) .  Students sometimes get marbles or  stickers or  verba l  
praise as a fo rm of recognit ion 
Pul l ing Sticks ( mutual respect for a l l )  
Students rate their contribution as good 
(th u m bs up) , or needs in1provement 
(th umbs sideways) we show m utual 
respect by not doing a th u m bs down 
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Stu d ents Receive I n d iv id u a l ly- D i rec�ted 
S pecific Feed back 
• All students receive ass istance, encouragement, and recognition that p romote an 
eq uitable and inclusive learning environment. 
• Students do a lot of s mal l  g roup work. Sometimes with a partner l i ke when we buddy 
read with their peers or when they read with an older buddy. Other t imes the 
collaborative work is  in the form of a station work which is  done in rea d i n g .  Other 
times, col laborative work will be playing an educational  game such as Candy Land 
with letter cards .  
Older Buddy Smal l  G roup Activity Same age Buddy Reading 
Smal l  G ro u p  Activities Ind ividual Conferences 
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Stu d e n ts Articu lates the Learn i n g  Tar��ets 
• The students know that they are working on ski l ls such as letter nan1es, sounds,  
decoding words ( read ing) ,  cou nti ng to 1 00 ,  identifying num bers, identifying shapes, 
and many other standards.  D u ring buddy reading students pro m pt accuracy errors 
by saying stop re-read .  If a buddy has to say stop re-read a lot then the student 
knows that th is is an a rea that they need to work on improvi ng.  In  writing ,  students 
articu late the learning targets to the g roup by reflecting on the q ua l ity traits of a 
writing p iece done by a student. 
Buddy Reading "Authors's Chair" Shared Writ ing 
Student shows that writing is  a req u i red 
learning targ et. 
Movi ng to N ext Level of Perfo rm a n c;e 
• Students know what is n eeded to move to the next level of performance. 
• Students i n  my class understand that they need to learn c h u n ks (two or more 
letters that make one sound , or sometimes an i rregular  sound such as:  ea, o r, ur ,  
etc. to become h ig her readers .  Students know that i f  they d o  not yet know a letter 
sound then they have to p ractice it at home and at school .  The more they 
practice the more they learn .  
Students realize that they need to know their 
letter names, sounds,  and p ractice their hand 
writ ing to help them become more advanced 
writers. They work with words and p ractice 
stretching out their  sounds.  They also practice 
writing i n  general .  Student real ize that adding 
more detail i n  the form of p icture details such 
as extra characters and sett ing make a better 
writing .  They strive to i m p rove the amount of 
picture and word deta i ls .  
Student p rogress i n  reading levels. 
They know to g row in reading ski l ls 
and abi l ity they need to pay attention 
to lessons at school and practice 
read ing .  
Uti l izi n g  Resou rces fo r Ass i stan c;e , 
Rem ed i ati o n ,  a n d  Accel e ratio n1 
• I sometimes wi l l  p rovide chal lenge material for those students who fin ish 
early. I a lso have leveled books and journals that a re always avai lab le  for 
the students to use.  This means that the students can chal lenge 
themselves by p icking an appropriate "j ust rig ht book" or  they can write at 
thei r own level and possib ly write more detai ls  then other students . I do pu l l  
students who a re struggl ing or  above to do some smal l  group work with me 
or parent vol u nteers 
Leveled Books For Reading 
• Students are g ro u ped i nto d ifferent reading groups.  The g roups are flexi b le 
and change when appropriate . Students in  the yel low and orange group 
wo rk on s imp ler  activities . Other students bu i ld  more soph isticated ski l l  
sets . 
I m porta n ce of Learn i ng 
• Students u nderstand the joy and p ractical ities of reading . They understand that they 
can read for d ifferent p u rposes. 
• 
• 
H ig h er Level Th i n ki ng  S ki l l s  
Students engage in h igh- level th inking ski l ls ,  demonstrating a variety of strategies to 
analyze information and solve problems. 
Students use their thi n king s ki l ls when they are decoding a d ifficult word . Students 
are responsible for applying reading strategies appropriately when reading a book. 
They also use h ig her level th i n king skil ls to reflect on their own learn ing and when 
they determ ine what level of reading they should be at and when they goal set for the 
future . 
Determine reading level 
Using read ing strateg ies 
Setti ng Goals 
co 
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Stud e nts S h a re Trad it io n s  
• Students share personal  experiences in classroom activities. Students share about 
their  fami ly and tradit ions when they are involved in authors' chair.  On their b irthdays 
they share a t imel ine of their l ife and experiences that are important to the m .  
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Experience Cu ltu ra l  D ivers ity 
Th ro u g h  Lea n i ng M ateria ls  
• I have l iterature i n  the classroom that is  used for independent read ing as wel l  as 
read alouds that reflect d iverse characters. The classroom environrnent also reflects 
d iversity. Students of d ifferent national ities are represented when d isplaying material 
such as who has a b i rthday g raph.  Students share d iverse perspectives d u ring 
shared writing .  
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Co n nect Perso n a l  Experiences to N ew !Learn i n g  
• Students of a l l  cultura l  backg rounds are able to connect personal experiences to new 
learn ing.  
• Students uti l ize their  schema during reading and writing i n  the classroom .  When they 
read a book they are able to make text-to-self connections such as "I have felt sad 
too. "  They use there personal  experiences and cu lture backg round to write about 
what is on their  heart and m i n d .  
Stud ents U se a Variety of Tech n o l o g ic:a l S ki l l s  
Document camera 
Starfal l  
Read ing Software Computer Lab Practice 
Students use the docu ment 
camera to share writing . 
Student use starfal l  website both 
whole g ro u p  and as ind ividuals 
to practice letter sounds and 
decoding words .  Students wi l l  
b e  i nvolved i n  pa rtic ipating i n  
com puter  l a b  and p ractic ing 
logg ing on,  u s i ng a mouse,  and 
manipu lating some educational  
softwa re. "' N 
S pecific  Learn i ng N eeds 
D ifferentiation is done 
in  the classroom .  
Mod ifications a re done 
if  necessary to meet 
the needs of d iverse 
students .  
Students com plete same ass ignment at d ifferent levels .  
Student read to self and with others with a p p rop riate 
j ust right books at various levels.  
Students work i ndependently and in  smal l  g ro u ps to 
review co ncepts . 
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CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary 
It is shown that a students reading ability can have lasting impacts. According 
to Pressley (2006); there is an eighty-eight percent chance that if a child is struggling 
with reading in the first grade, that child with still be having difficulties in fourth 
grade (Pressley, 2006). Reading differentiation instruction is beneficial for the 
education of primary students. After a review of literature and research, a power 
point and handouts were developed so that other teachers and parents could have a 
improved understanding of this concept. The power point will help teachers facilitate 
differentiated learning in their classrooms in a meaningful and impactful manner. 
Conclusions 
My research indicates that all students, whether struggling, in the norm of the 
classroom, or advanced, benefit from teachers tailoring their instruction to fit the 
students' distinct needs. It  is necessary for teachers to differentiate to meet these 
widely varying needs of students present in classrooms today. However, it is a 
complex balancing act to truly implement reading differentiation successfully into the 
classroom and meet the needs of all. "By accepting the challenge to know ourselves 
and our student better, and to work toward a more equitable learning environment, no 
one loses and we all gain" (Pransky, Bailey 2003). When we know our students well 
and differentiate the material to help students grow in their abilities, then all benefit. 
94 
Recommendations 
The power point and handouts in the project were designed to be used in 
primary elementary classrooms and for parents. However, they could be adapted to 
meet the needs of individual students and students in other grade levels. The 
differentiation that occurs is intended to be integrated with the subject areas already 
taught in the daily curriculum. To ensure quality differentiation, it is essential to 
spend time reflecting on the impact on students with continued assessments. 
Teachers should note the motivation level of students and the effectiveness of the 
reading differentiation instruction. 
I recommend that parents build prior knowledge and familiarity with text and 
reading, before entering kindergarten and during the school year. This encourages an 
increased likelihood for early reading success. Second, teachers need to be aware of 
the reading abilities of their students throughout the year. Ongoing assessments are 
vital, whether formal or informal. Third, each classroom needs to have a variety of 
books and resources that are appropriate for a wide range of reading ability. Having 
materials at hand will help optimize teaching time. Finally, teachers need to look at 
specific reading components and strategies. They need to record the development of 
skills so that they can track which skill sets need extra support and intervention. A 
variety of forms of differentiation such as scaffolding, building prior knowledge, 
different contexts, various group sizes and learning styles can be implemented. 
The following resources are greatly beneficial to those wanting to learn more 
about differentiation. Exploring these books will help teachers build a deeper 
foundation for implementing differentiation into the classroom. 
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